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Abstract 
While coursebooks and accompanying materials are produced, marketed and made increasingly 
accessible to centres for language teaching and learning globally, criticisms have been made in 
regards to the extent to which these may be culturally or pedagogically appropriate to the global 
reach in which they are used.  This paper examines the role of the coursebook and focuses on 
ways in which teacher-coursebook relations might be ameliorated.  Key principles which 
underpin a shift from coursebook-led to coursebook-based teaching and learning are discussed, 
and ways in which these might be embedded in task design and classroom practice are suggested.  
An approach to supplementation and adaptation based on the themes and texts provided in 
coursebooks, one which encourages a commitment to learner-centeredness and collaborative 
engagement, is explored and evaluated.  A brief analysis of a current globally marketed 
coursebook is offered, followed by an example of selected lesson material which has been 
adapted to reflect the principles and procedures outlined. 
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A Principled Approach to Adaptation and Supplementation: Re-Examining Teacher-
Coursebook Relations 
Coursebooks, accompanying digital classware and paired online platforms offer a wide 
range of teaching and learning material for language teachers.  These materials can be purchased 
via a number of established local and international publishers and have become increasingly 
available to language centres and schools across the globe.  Coursebooks are widely used as core 
material for language learning programmes and can offer students and teachers, structure, 
stability and support, (Hutchington & Torres, 1994, p. 332) and can have “far-reaching 
implications for language programmes” (Angel, DuBravac & Gonglewski, 2008, p. 563).  
However, despite encouraging trends reported in a recent survey review (Tomlinson & 
Masuhara, 2013), it is suggested that coursebooks written and marketed for a global audience 
may fall short in addressing the wide-ranging needs of those who make up the classrooms for 
which they have been chosen (Tomlinson & Masuhara, 2013, pp. 246-248; Masuhara, Hann, Yi 
& Tomlinson, 2008, p. 310). 
Gray (2010) levels criticism at the globally marketed coursebook as “an artefact which is 
predicated on the questionable assumption that ‘one size ﬁts all’- regardless of the social, 
geographical and educational context of use” (p. 3). Ellis (2005) also raises a red flag and warns 
that “It can be claimed with confidence that, if the only input students receive is in the context of 
a limited number of weekly lessons based on some course book, they are unlikely to achieve 
high levels of L2 proficiency” (p. 16).  
The assumption of ‘one size fits all’, in reference to language learning task types, 
approach and design, as well as the often, not-so-hidden agenda of underlying cultural 
impositions or other vested interests inherent in these (Gray, 2013, pp. 1-16) can lead to 
coursebook material being challenged by both teachers and learners (Auerbach & Burgess as 
cited in Grey, 2013, p. 3; Meddings & Thornbury, 2009, pp. 12-13).  This is particularly relevant 
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when coursebooks are examined to determine the extent to which they support teachers in 
creating appropriately challenging learning opportunities which meet the needs and interests of 
the members of the class for which it is being used.  Such coursebooks may be viewed by both 
learners and teachers as less-than-adequate when determining the extent to which they support 
the provision of (culturally and content-based) appropriate learning outcomes and foster learner 
motivation (McGrath, 2006, p. 178).  In an in-depth review of eight widely used coursebooks it 
was reported that while publishers and writers had begun to acknowledge the need for increased 
flexibility and variety to cater to the diversity of contexts in which they are likely to be used, 
“most of the courses offered little opportunity or encouragement for adapting the materials to the 
needs, wants, personalities, or styles of the learners or teachers” (Masuhara, et al., 2008, p. 297). 
Tomlinson (2010, cited in Tomlinson & Masuharu, 2013) reflects on the outcomes of a 
survey conducted at the International Association of Teachers of English as a Foreign Language 
(IATEFL) conference, the Malaysia International Conference on English Language 
Teaching (MICELT), and University of Hue (Vietnam) conference, and reports that while “92 
per cent of the respondents used a coursebook regularly (mainly because they were required to), 
78 per cent of them were negative about the materials available to them” (p. 246).  Given that 
teachers’ attitudes regarding coursebooks have been known to impact on learners’ attitudes and 
ultimately, their learning, (McGrath, 2006, p. 171) this can result in an uncomfortable paradox. 
This paradox might be expressed in the following way: should a particular coursebook become 
the basis of a language learning program but fail to engage or to raise student (and teacher) 
interest, it may begin to restrict the very teaching and learning it was meant to inspire.  
With this in mind, the aim of this paper is to offer informed suggestions on how teacher 
and coursebook relationships might be ameliorated, gain in flexibility, and thereby meet the aims 
and needs of learners and teachers in diverse learning contexts more appropriately.  A discussion 
of selected principles and procedures believed to offer insight into a coursebook-based approach 
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to teaching (rather than a coursebook-led approach) is examined, and a number of ways in which 
the coursebook might be adapted and supplemented to this end are examined and evaluated.  An 
example of how a current global coursebook might be re-approached and adapted, supported by 
a rationale for the changes made for an identified groups of learners, is provided.  
As noted, this discussion aims to raise awareness of the wide-ranging possibilities 
inherent in re-approaching the coursebook from an informed position and provide a reference for 
ELT practitioners in support of a shift away from coursebook-centred lessons.  This shift aims to 
foster a critical but flexible relationship with the coursebook, prioritizing a learning-centred 
approach to classroom teaching as opposed to a more traditional teaching-centred approach (Bell 
& Gower, 2011, pp.135-139; Masuhara, et al., pp. 299-300; McGrath, 2002, pp.  8-11, 80-82). 
For instance, as Maley (2011) suggests, by affording learners (and teachers) a stronger voice in 
regards to “flexibility in decisions about content, order, pace and procedures” (p. 380), the 
coursebook might be viewed as a tool to aid learning rather than a ‘silent’ syllabus which leads it 
(also see Angell, DuBravac & Gonglewski, 2008).  This agency, it is argued, may in turn, enable 
a focus on engaging the learner holistically and “affectively through excitement, emotional 
responses, and fun, or through providing them with a stimulating but achievable challenge” 
(Masuhara, et al., 2008, p. 300). 
Limitations 
While the ideas presented here are limited to the broad brush stroke variety due to the 
limited scope of this paper, it is hoped that they may resonate with a number of readers.  While 
any proposed suggestions will require finer tuning to be appropriate in locally differing contexts, 
the principles and suggestions for practice discussed here are meant to serve as a catalyst for 
ideas and are not meant to be applied in every instance.  It is recognised that due to the close, 
regular contact with classes which teachers enjoy, it is often teachers themselves who are best 
positioned to decide what might be most appropriate when adapting or supplementing the 
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coursebook (or not) to meet students’ needs.  Therefore, teachers are encouraged to act on any 
ideas presented here, bearing in mind the continuing evolution of the group dynamic and the 
locally determined teaching-learning context in which this is situated (Masuhara, 2011; Amrani, 
2011).  
Principles and Procedures 
In order to illustrate how coursebook-based, rather than coursebook-led lessons might be 
arrived at through adaptation or supplementation of existing materials, I will explore several key 
principles and suggested procedures which underpin the kinds of changes which may be 
appropriate to creating learning opportunities directed at learners’ existing and changing needs. 
Teachers are encouraged in this way to adapt or supplement the material provided to support the 
immediate, locally defined teaching-learning context with increased appropriacy, reflecting a 
wider range of methodologies or approaches than may often be found to be prevalent in globally 
marketed coursebooks (see Bolitho, 2003). 
Considerations for the Adaptation of Materials  
Successful adaptation of materials is thought to depend on balancing a number of 
important factors (Cunningsworth, 1995 in Islam & Mares, 2003). Among them are the dynamics 
represented by individual class members, their interests, needs, motivation, experiences and 
expectations (Tomlinson, 2003b, p. 162).  Restrictions of any kind, such as those that a program-
wide syllabus might imply, or the availability of external material, also need to be considered as 
they may shape decisions as to how and what to adapt, or if doing so is entirely justified.  Lack 
of time, sufficient print, audio or video resources, photocopying quotas, or computer software 
can present difficulties.  
As noted earlier, coursebooks, while professionally written, are also commercially edited 
and marketed to reach a wide range of diverse types of learners (Mares, 2003; Masuhara, et al., 
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2008; Gray, 2013, p. 7).  This, however, may result in a lack of appropriacy, as assumptions 
reflecting a wide range of issues, such as age, previous study, cultural expectations, learning 
styles, and so on, will have been made, decisions which can have a profound effect on the 
success of learning materials (Singapore Wala, 2003, p. 144).  Consequently, this may result in a 
situation in which the text type, or activity provided, may not be motivating to particular 
learners, appear culturally unsuitable, or perhaps not seen to create the optimum learning 
opportunities through either task design or content (Tomlinson, 2003a, p. 101; McGrath, 2002, p. 
58).  This is not to imply, however, that coursebooks are not useful and should be entirely 
abandoned. While they can evoke a wide range of responses and are viewed in both positive and 
negative terms by learners and teacher alike (McGrath, 2006, pp.173-179; Garton & Graves, 
2014, pp. 3-4), coursebooks can also provide a measure of convenience, security and consistency 
for learners and teachers alike. 
In practical teaching terms, the materials provided in the coursebook can act as a base, or 
seen as a starting point for further personalised development when implementing a new 
dimension of input, or activity to the existing content, or perhaps an outline, which can be 
supplemented (McGrath, 2002, pp. 60-63; Islam & Mares, 2003, p. 93; Meddings & Thornbury, 
2002, 2009).  One example of this might be to personalise the material through eliciting a 
reflective and meaningful response.  This may prove to be a more appropriate and motivating 
task type than filling in the blank or other closed comprehension type responses often found in 
coursebook materials (Tomlinson, 2003b; Cramner, 1996).  
Adaptations can be viewed as an on-going collaboration between the teacher, the 
coursebook writer and the learners involved (Islam & Mares, 2003; Meddings & Thornbury, 
2009, p.13).  In other words, while the materials may have been designed globally, teachers are 
encouraged to act locally, informed by the immediate context, a learner’s perceived or solicited 
needs in any given group, and the desired learning outcomes aligned to the syllabus of a given 
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language learning programme (Edge & Garton in Garton & Graves, 2014, p.7; Kumaravadivelu, 
1994, p. 33, McGrath, 2002, pp. 74, 80-82, Bandura, 2001, p. 18).  This focus on positioning the 
learner in the centre of our discussion of adapting or supplementing the coursebook is further 
explored in the following section. 
Learner (or Learning)-Centredness  
When discussing the implications of learner-centredness within the context of course 
materials and teaching, Edge and Garton (2009) take a clear stance when asserting that “the 
teacher’s purpose is not to teach materials at all: the purpose is to teach the learners and the 
materials are there to serve that purpose” (in Garton & Graves, 2014, p. 7). 
 A learner (or learning)-centred approach might be defined not only by the way in which 
the design and content of the teaching materials (or the supplementation of those available) aim 
to place the learning goals, perceived needs and culturally based expectations of our learners at 
the top of the agenda, but also one which involves teachers and learners working together to 
negotiate course content and development which evolves through teacher/learner collaboration in 
the classroom.  This could, for example, occur not only when exploring language based content 
and tasks, but also when addressing issues such as how languages are learnt and what activities 
and attitudes might underpin the learning process (Meddings & Thornbury, 2009 p. 17; Tudor, 
1997).  
Decisions to adapt or supplement coursebook material may be based on a notable lack of 
learner-centeredness perceived in the design or content of a task or other features.  In other 
words, to (re)place the learner at the centre of the learning task, it may be necessary to re-design 
the material, activity, or the process involved so that the learners are providing the input, while 
the coursebook or the teacher, is providing the initial language exposure or starting point for 
further work (McGrath, 2002, pp. 164-167; Shelton, 2002).  There may also be a need to alter the 
interaction patterns suggested so that group and pair work are facilitated. Further examples of 
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engaging flexibly with the coursebook might be, as indicated above, having the students 
themselves work on re-designing the materials provided.  This itself, may later lead to 
introspection and a discussion of the values represented in both the original and re-design, while 
focusing on and providing feedback to language which emerges from the task process and 
outcome (Baker, 2011 p. 68; Meddings & Thornbury, 2009 p. 20). 
Choice, Flexibility and Open-Endedness 
Often coursebooks, perhaps due to restraints of size or length, leave little choice for 
response, or flexibility, in terms of a wider range of task types.  As a result, they can easily fail to 
appeal to a wide range of learner styles or approaches to learning.  Greater flexibility is 
important if we are to provide as many learning opportunities as appropriate to a range of 
different learners.  It may occur that much of the material, based on reading or listening texts, is 
followed by closed, comprehension type questions, leaving little to the imagination or creative 
thinking.  Open-endedness, or allowing ideas to be open to interpretation, is thought to involve 
the whole learner, engaging him or her holistically.  This may promote deeper processing and 
understanding, and in turn foster a greater awareness of language use through exposure and 
internalisation (Eco, 1994 in Saraceni, 2003; Tomlinson, 2003b).  Open-ended questions or 
ambiguous statements embedded into task design, which lead learners to question their response 
to the text or task, or the need to negotiate meaning, are also believed to foster language 
development and acquisition (McRae, 1996; Carter, 1996; Thornbury & Slade, 2007, p. 206).  
Saraceni (2003) identifies further features which teachers should be mindful of when considering 
how to renegotiate the way in which they approach their respective coursebooks.  These are of 
particular interest to our discussion and begin with the key concepts of relevance, universality 
and authenticity.
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Relevance, Universality and Authenticity 
Relevance, universality of topic, and authenticity are three areas which are believed to be 
critical to the process of deciding whether to adapt or supplement (Saraceni, 2003).  As 
suggested earlier, by creating an open-endedness within the construct of the task, or response to 
the text, this material thus becomes more relevant to the learner.  This relevance potentially 
encourages a level of engagement conducive to heightening language awareness, deeper 
processing of language and interlanguage development (McRae, 1996).  Topics which have 
universal themes, but which allow for personal and culturally divergent response and 
interpretation may provoke discussion.  This, in turn may lead to further awareness raising both 
culturally and linguistically (Tomlinson, 2003b, Maley, 2003).  Controversial topics can provoke 
affective response and personal involvement, thus allowing for deeper processing and 
encouraging learners to take ownership of the language (Saraceni, 2003; also see MacAndrew & 
Martinez, 2002).  
While there is a place for both authentic, un-scripted language and non-authentic 
language produced for specific language focus, it may often be a question of grading the task for 
the former (Willis, 2004) rather than making a choice between one and the other.  While learners 
can be motivated by authentic language, simplified texts may also be appropriate as the need for 
further practice, focused noticing of language features or repeated exposure is required. Further 
task types are suggested in the following section.  
 Procedures, Strategies and Techniques 
Task Types for Personalisation 
There are many ways in which coursebook materials can be creatively adapted or 
supplemented to reflect a learner (or learning)-centred approach.  The examples which follow 
below provide a number of generic but easily adaptable task types which offer a number of 
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starting points to begin collaborative intervention based on the coursebook and the learners 
involved. 
Meddings and Thornbury (2002, 2009, pp. 11-21) outline simple planning strategies and 
guidelines to create learning opportunities based on material within the coursebook.  By focusing 
on the topics and tasks provided, but shifting the emphasis to reflect the principles outlined in the 
previous sections, learner-centred tasks are easily engineered (see below). The importance of 
providing a strong sense of purpose in tasks is emphasised through task design which may 
facilitate acts of persuasion, collaboration towards a specific outcome, reaching an agreement, or 
other real-world objectives.  Purposeful communication of this kind in the classroom can be 
further exploited by having the learners repeat the task, and by having the processes and 
outcomes reflected on and consolidated through a reporting phase.  These repeated or post-
production activities are believed to aid in the production of ‘pushed output’. In other words, 
language produced by the learner at the very edge of their abilities, which through the effort 
made to produce it, is argued to nudge the learner towards continued language development 
(Swain, 2000). 
Meddings and Thornbury (2002) lead us to the point of departure at which the 
coursebook, the learners and the expertise and local understanding of the teacher come into play. 
In a seminal paper entitled, “Dogme and the Coursebook”, they introduce a series of ideas for 
collaborative intervention, a sample of which follows.  While acknowledging that coursebooks 
are often organised and graded on notions of implied simplicity and complexity of grammatical 
structures, the, “three Ts: topics, texts, and tasks” are suggested to be appropriate areas to begin 
this collective intervention.  A number of materials-light task types which aim to produce 
meaningful language in the classroom are included in the following summary (p. 36-40). 
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A summary of generic task types for the coursebook (Meddings & Thornbury, 2002, p. 
36-40). 
 
Questionnaires: Let’s say the topic of a coursebook unit is shopping. Students in 
groups of three prepare a survey to ask other members of the class about shopping. 
Typically, a survey can focus on three aspects of any topic  
 people’s knowledge (What is that big shop in London called?)  
 people’s experience (Have you ever shopped till you dropped?) and  
 their feelings (Do you feel guilty if you try something on and then don’t buy 
it?).  
Survey (see above); set a purpose - e.g. find out the person in the class who is the 
most careful/careless shopper... 
 
Consensus: students produce a ranked list - at first individually - and then in 
pairs/groups negotiate a consensus. E.g. the five best department stores in their town, 
plus reasons. Ultimate purpose could be to include this in a tourist info brochure. 
 
Alibis-type: students in pairs devise scenario - e.g. alibi, UFO sighting, green-card 
type domestic arrangements - and are then interviewed separately to see if their story 
holds. Could be, for example, a joint shopping excursion. 
 
Spot the lie: similar to above: students individually prepare set of statements, 
opinions, experiences etc. and tell them to neighbour - idea is to spot the deliberate 
“lie” 
 
Quiz: students prepare general knowledge quiz, and then test each other 
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Student’s story: Interview one of the students about the topic - their knowledge/ 
experience/attitudes. Others listen and then write up the interview, including the 
questions. (The “guinea pig” does the same). Monitor and check. Then they 
interview each other and report back to class.  
 
Interview the teacher: students prepare questions related to the topic to ask the 
teacher, and then write up the “interview” as a piece of journalism. One variant on 
this is to have students submit questions on slips of paper - say three groups - teacher 
writes answer on paper (but only if the question is correctly formed) and then, 
afterwards, each group uses their questions to write a connected piece that is then 
read by other groups. 
 
Show-and-tell: students tell the class about their interest/hobby/object/favourite film 
- with a view, perhaps, to persuading other students to take it up, get one, see it etc. 
This can be prepared for homework, but should be spoken, not read aloud. Listeners 
ask questions. Talk could be recorded. The presentation can also be related to the 
coursebook topic, of course. 
 
Design-type tasks: where students in pairs/groups design something, taking into 
account relevant factors, and then present it to the class. E.g. design a day’s shopping 
in your town for the class, so that it takes account of everyone’s needs, tastes, 
budgets etc. Other design-type tasks: layout of zoo; turning the classroom into 
student club; weekend excursion for class….etc. 
 
Material-free role plays: e.g. shopping for a school/package holiday/flat mate - half 
class are clients, other half are schools/agencies/owners etc. Each “service provider” 
is paired up and interviewed by a “client”. They then move round one, until everyone 
has talked to everyone. Clients then decide which service they will choose; service 
providers decide which client they would prefer. 
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Non-directive listening: the focus here is on building a good dynamic as much as on 
language practice. Students are grouped in threes, taking turns as speaker, listener, 
and observer. The speaker tells the listener facts, experiences and/or opinions, related 
to topic. A time limit of three minutes is monitored by the observer. The listener - 
either during or after listening - “reflects back” what he/she understands the speaker 
has said and the speaker confirms/ disconfirms/clarifies etc. as necessary. 
Afterwards, short (2 minute) discussion led by the observer on the process they have 
just engaged in - was it easy, difficult, fluid, comprehensible, accurate etc. The 
teacher can monitor discreetly. 
 
Paper conversation: This is like on-line chat: students write their conversation (on 
the topic) in pairs/groups, passing a sheet of paper back and forth. This helps slow up 
their language processing, allowing time to pay attention to form. It also allows you 
to monitor and correct.  
 
 As suggested, these generic task types can be used as an initial starting point when re-
approaching the coursebook (based on the topics provided therein). It can be argued that by 
approaching the coursebook in such a way, the learners, teacher and the coursebook are 
collaboratively and creatively involved in producing opportunities for enjoyable and meaningful 
communication and may lead learners to produce purposeful language which emerges from the 
task.  This ‘in progress’ language, in turn, can be focused on and exploited in a variety of 
motivating and pedagogically appropriate ways.  By focusing on learner produced and teacher 
supported language rather than language prescribed in the coursebook, a learner-centred ethos 
can be fostered. Learning opportunities derived from ‘real’ language, in which learners have a 
personal investment and interest, can be then be explored jointly 
(Meddings & Thornbury, 2009: Also see Coulter, 2011 for a practical view).  
  
92 
Analysis of Sample Tasks 
We now turn to a more detailed examination of what it might mean to bring the learner 
onto centre stage and provide an arena for more personalised and meaningful engagement.  A 
variety of learner-centred and process-based learning opportunities can be arrived at through the 
creative exploitation of the coursebook.  That is to say, opportunities which lead learners to 
attend to their involvement in the process of learning and well as becoming cognizant of their 
role in this process. As noted, this can be achieved by manipulating the texts, topics and tasks 
inherent in coursebooks in such a way that language development, or emergence, is fostered 
through personalisation, appropriation, and a cycle of exposure, attention, output and feedback. 
A brief analysis of two examples are provided to illustrate the potential of this approach to 
collective coursebook intervention. 
One example task from the summary above for exploiting common topics found in 
coursebooks is the creation of a questionnaire based on the topic, but focusing on different 
aspects or points of view (the questions the learners themselves want to ask).  This requires 
learners to compose a series of questions in groups.  These groups later divide to form new 
groups to conduct the various questionnaires, only to be reformed again later into the original 
groups where notes are shared and similarities or differences are noted and reported to the class. 
Feedback can then be provided with a view of working with learner-produced language, either 
with an explicit focus or through re-casts (Meddings and Thornbury, 2002; 2009, p. 20).  
Common topics which could be employed for this activity include lessons on shopping, money, 
challenges at work, reading interests, the environment, and so on. The collaborative nature of this 
kind of task viewed through sociocultural theory (Donato 2000, p. 45) is seen as a developmental 
process through which language is acquired via the mediation of resources, such as print material, 
physical environment, gestures, and classroom discourse. Collaborative efforts such as this 
example task are believed to build and strengthen group motivational systems, which drive 
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learning. This in turn has a powerful, and potentially positive influence on individual motivation 
(Dörnyei & Ushioda, 2011, p. 27-29). 
A further idea for exploiting the topics found in coursebooks are teacher anecdotes. These  
topic-based ‘live’ listenings require learners to listen to and write a brief summary of their 
teacher’s personal stories.  This can also be used as the input for further language awareness 
work or analysis.  The anecdotes could also be recorded and treated as a ‘dictogloss” (Wajnryb, 
1993) or the learners themselves tell stories in groups, which are later summarized orally back to 
the teacher, who then ‘recasts’ them in order to confirm understanding, providing implicit 
corrective feedback. 
Tasks such as in the examples above, where learners are brought together to work on a 
specific outcome collaboratively, help to set up a natural “zone of proximal development” (ZDP).  
This has been identified as “the difference between what a person can achieve when acting alone 
and what the same person can accomplish with the support from someone else and/or cultural 
artefact” (Vygotsky in Lantolf, 2000, p. 17).  While this ‘collaborative construction of 
opportunities’ has been associated with an expert/novice paradigm, other interpretations include 
peer support, arguing that co-construction of knowledge and emergent expertise is attained 
through groups joined in collaborative efforts (Lantolf, 2000. p. 17). Bandura (1997) affirms that, 
“a vast amount of social learning occurs among peers” (p. 173).  Adaptations such as these can 
create opportunities which enable learners to help each other ‘fill in gaps in understanding’, 
confirm theories related to language use, and move towards a new stage in development. 
In addition to task adaptation, Meddings and Thornbury (2002, 2009) suggest a variety of 
ways in which the texts found in coursebooks can be exploited. One of these is described in a 
series of steps in which learners are first asked to situate or contextualise the text, followed by a 
personal or affective response.  Following this, language or structural components representative 
of genre are the focus of explicit noticing. This may be followed by asking learners to produce 
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their own text in the same genre or concerning a similar topic, but altering the viewpoint from 
which it is written.  Adapting the texts provided in coursebooks in this way can provide 
opportunities for guided discovery and discussion in small groups, as well as explicit noticing of 
language and language features used both in the model texts and the student’s own.  Noticing 
language features and patterns has been considered a crucial step in language acquisition 
(Schmidt, 2001, pp. 3–5).  The noticing hypothesis (Schmidt, 1990; 1994; 2001; 2010) argues 
that as a prerequisite for language acquisition to take place, language (both form and its 
representative, contextual meaning) must be consciously noticed or attended to by the person 
learning the language. 
Consequently, a variety of ways to lead learners to notice language consciously is 
desirable.  As in the example above, or when supplementing with a more appropriate text, once it 
has been engaged with affectively and interacted with to derive meaning from, a selection of 
useful patterns, lexis, or longer extracts culled from the reading material can be used to highlight 
important features such as collocation, style, register, and language choice (Duff and Maley, 
2007). 
Coping Strategies 
While coursebooks may at times fail to meet needs locally, it seems reasonable, as 
suggested, that a solution may lie in learning to apply a series of ‘coping strategies’ which open 
the field of choice and allow for a change of terrain to make the coursebook more effective.  
Islam and Mares (2003) indicate the importance of incorporating authentic choice, providing for 
a variety of learner styles or approaches and building in features encouraging learner autonomy, 
designing for enabling higher-level cognitive skills and making the language input increasingly 
accessible and engaging (p. 89).  McDonough and Shaw (in Islam and Mares, 2003) suggest that 
to adapt materials to better meet learners’ needs and interests, teachers can: “personalize, 
individualize, localize and modernize” (p. 89).  To maximise these interventions, as previously 
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noted, an effective strategy to generate language and interest may be to adapt them in such a way 
that a conscious focus on the process undertaken to work towards task completion is highlighted.  
In addition to this, a post-task focus and analysis of language used in the task interaction, and the 
end-product of the task itself, may be useful (Meddings and Thornbury, 2009, p. 20). 
Maley (2011) suggests a number of strategies to aid teachers in engaging proactively with 
the coursebook and achieve a closer fit with a given group of learners.  Ideas for the kind of 
collaborative manipulation suggested earlier include: omitting, adding, reducing, extending, 
rewriting, replacing, reordering material and branching from it to link to related areas of 
language or topic.  Many of these are reflected in the summary of tasks above (Meddings & 
Thornbury, 2002).  In other cases, a better fit may necessitate supplementation (McGrath, 2002, 
pp.  80-81).  For instance, coursebook material can be modified or extended in such a way to 
make it more relevant, meaningful and appropriate to a specific group of learners through 
integrating elements of related project work, extensive reading, drama, creative writing and 
extension through IT resources (Maley, 2003; Maley, 2011).  Sources for ideas can be found in a 
number of published resource books for teachers, such as ‘Humanising your coursebook’ 
(Rinvolucri, 2002), or ‘Teenagers’ (Lewis, 2007), to provide but two relevant examples. These, 
(and others like them), provide initial lesson ideas for language awareness activities, as well as 
creative and critical thinking tasks which invite a sense of self-discovery and fun into the 
classroom. 
Coursebook-Based Adaptation 
The following section aims to illustrate how coursebook materials might be adapted to 
create a lesson based on an existing task by employing a number of the principles and procedures 
discussed earlier.  Through this, I hope to demonstrate how a coursebook task might be 
refocused to contribute to a learner-centred ethos.  The coursebook used will be briefly analysed 
and evaluated to provide background to the decision taken for adaptation in the following section. 
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The coursebook chosen for analysis and evaluation is New Cutting Edge Upper 
Intermediate (Cunningham and More, 2005).  This brief overview was undertaken within the 
context of its effectiveness for a particular learner group, taking into account their age, socio-
cultural background and language proficiency (see Appendix A).  The adaptation which follows, 
aims to reflect the principled approach discussed earlier. The principles on which this brief 
evaluation is based can be found in Tomlinson (2003a, pp.15-22) and McGrath (2002, pp. 61-74). 
These were reflected on, as were my own beliefs regarding language learning based on my years 
of practice in a variety of educational contexts and cultural settings.  The points I make are 
evaluative and contextualised within the learning group setting described in Appendix A.  This is 
not to be confused with an analysis of the materials in isolation, and it should be borne in mind 
that an evaluation of the same book with a different group of learners may have a different 
outcome (McGrath, 2002, p. 22; Tomlinson, 2003, p. 15).  
A Coursebook Evaluation 
Being familiar with and having used this coursebook with this class and previous groups 
of a similar background and language level, this evaluation represents an in-depth overview 
rather than a cursory first glance (McGrath, 2002, pp. 27-34).  In addition, it was further 
informed by a published review of similar coursebooks in directing my thoughts and raising 
awareness of what might be expected of a coursebook, and be most effective in adapting the task 
design to develop the desired learning aims and outcomes (Masuhara, Hann, Yi, & Tomlinson, 
2008). 
To begin with, the strength of this coursebook might paradoxically be considered a 
weakness.  While it claims to offer Task Based Learning (TBL) as its pedagogical centrepiece, in 
general a structural grammar syllabus underlies the progression of the modules throughout the 
book, while the tasks often appear to be added on as a production activity to support the discrete 
grammar points introduced and practised in the module.  This may be demotivating for learners 
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who have a good grasp of discrete grammar points, but need to develop fluency and pragmatic 
competence. Moreover, the tasks themselves tend to underestimate learners’ capabilities and 
limit choice by providing, arguably, excessive input in the early stages, possibly undermining 
learner interpretation and their ability to provide ideas of their own for the initial task input 
(Tomlinson, 2003, p. 163).   
Additionally, there are limited opportunities provided or suggested for post-task language 
analysis.  While on the whole, a communicative language teaching (CLT) approach is in 
evidence, the tasks and activities often seem to be engineered to produce short bursts, rather than 
extended stretches of language.  Culturally, the situations presented in both tasks and texts, and 
the prevalence of stereotypical and celebrity images may be difficult to relate to.  While cultural 
differences can lead to rich output to support fluency work and language analysis (Pulverness, 
2003), the same cultural bias may lead to misunderstandings, feelings of marginalisation, 
demotivation and the possibility of distorted views of the target culture, derived from these 
stereotypical representations (Dendrinos, 1992, in McGrath, 2002, p. 212; Ghosn, 2003, p. 297; 
Saraceni, 2003, p. 79).  In addition, analytic learners may be privileged by the design of many 
exercises, such as the review pages, and learning beyond the classroom does not appear to be 
actively promoted. These features may cause demotivation over time, and adapting and 
supplementation may be regularly needed to maintain relevance and interest.  
 Lesson outline for an example of adaptation.  The above evaluation was 
offered to provide a backdrop to an example of adaptation and supplementation of this 
coursebook, reflecting, in part, a number of the principles and practices outlined in the previous 
sections.  The lesson outline reflecting this adaptation (see Appendix B) represents one full 
lesson of 2 hours for a group of 18 young adults at B1-B2 level, based on module 2, pages 24-25 
of New Cutting Edge Upper Intermediate (see Appendix G). Included are aims, lesson stages, 
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approximate timings and how learning outcomes will be evaluated. Partial lesson materials, as 
well as the original coursebook materials can be found in the Appendices A to G. 
A rationale supporting the adaptation.  This adapted task (Appendices C-F) is centred 
on a video recording of an English speaker who provides his views on the topic of happiness.  
The task was adapted for this particular group of learners for a variety of reasons.  As a group of 
mixed abilities all are capable of chatting in short exchanges, although even those more capable 
find it challenging to produce long turns in a fluent, concise and coherent manner.  I would argue 
that this may be a typical stage which affects many post-intermediate learners. 
These learners, and many of a similar age, are often very influenced by the media, 
particularly the Internet and television.  In the past I have used videos of current events with this 
group, who responded well to the opportunity to engage with real people, language and situations, 
and found the challenge motivating (See Tomlinson, 2003a, pp. 324-225).  
The lesson begins with a question swap, which may favour kinaesthetic learners, and 
provides an opportunity to move around the classroom.  The activity involves learners providing 
the input by responding to a topic area with a question to ask other classmates.  This is then 
swapped after each exchange until a number of questions have been shared and responses given. 
It also operationalizes schemata for the later listening and speaking challenges rather than 
jumping immediately to the listening and matching of questions as prescribed in the coursebook.  
This schemata activation is further developed when they are shown culturally recognisable 
photos, and asked to narrow in on the topic of the lesson, answering questions, sharing personal 
information and speculating. This aims to stimulate imagery and interest. 
In the pre-listening stage (absent in the coursebook) learners are provided time to process 
the questions asked in the interview, and encouraged to ask for clarification (Appendix C).  
Answering the questions themselves serves to personalise, exercise fluency, initiates schemata 
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and provides scaffolding to aid understanding.  The authentic recording is challenging and 
requires heightened attention due to its authenticity and length. 
The post-listening task focuses on discourse management.  A transcript is provided to 
afford focused noticing opportunities, as opposed to the gap fill in the book, which offers no 
support (Appendix E).  The useful language and discourse patterns have come from authentic 
speech. In the fluency work which follows, the learners are now primed to produce a higher 
order of output and provided with the opportunity to choose what questions to ask or answer.  It 
is believed that having benefitted from the scaffolding provided in the earlier stages, conducting 
the interview themselves may prove less challenging, allowing for fluent interaction.  The 
learners will be involved in peer evaluation when they interview each other, which may prove to 
be informative and motivating.  This peer evaluation (Appendix D) aims to allow the learners to 
reflect on their performance in such a way that essentially encourages a two-way reflection, 
fostering a level of intimate analysis.  The homework extends the topic and focuses on 
interacting with an international happiness survey found on an English language website 
(Appendix F).  Extending the topic and encouraging autonomy in this way leads to further 
engagement with authentic material and subsequent personalisation and analysis.  
While the basic theme of the original task was not altered dramatically, I believe that this 
group of learners, bearing in mind their abilities and interests, might benefit more from the 
adapted version due to increased personal investment, the open-endedness of the interview 
questions, and universality and authenticity of topic.  In addition, it can be argued that the 
scaffolding for collaboration, opportunities for implicit learning, and explicit attention directed to 
discourse patterns make this modification much more of a language learning lesson.  This is 
achieved by extending the modelling and production elements of the original, and adding the 
personalisation, sophistication and challenge to which this class is likely to respond.  This 
example of approaching the coursebook flexibly in such a way which allows for the re-design of 
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a task to meet specific learner needs is but one possible manifestation of putting the principles 
and procedures for effective adaptation into practice.  Many others exist, which will depend 
greatly on a number of variables, which have been discussed, as well as the teacher’s level of 
familiarity with the coursebook, the depth of the teacher-learner relationship and the insight these 
can bring to the process. 
Overview of Suggestions 
As previously indicated, the way in which a coursebook-based approach can be made 
relevant in a variety of different teaching and learning contexts will in part depend on that 
context itself.  However, there are a number of broad areas relevant to ELT, which weave 
together the treads of both principle and practice outlined in the preceding sections.  The 
following suggestions are meant to raise awareness rather than be exhaustive or prescriptive:  
 Approach the coursebook with an open mind 
 Approach the coursebook with your learners in mind 
 Collaborate with your learners and approach the materials together 
 Provide space and choice for personal and affective response 
 Make use of the principle of open-endedness to do this 
 Use local culture and knowledge to enhance the coursebook  
 Exploit the texts, topics and tasks to personalise, localise and modernise 
 Encourage a focus on form to notice and record salient language features 
 Organise the learning opportunities so that learners collaborate and negotiate 
 Re-set the original interaction patterns to vary participation and response 
 Raise intercultural awareness by critically evaluating the hidden agenda in  
  coursebooks 
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Conclusion 
While the globally marketed coursebook can serve a useful function and may be 
preferred as core teaching and learning material in many instances, it has been argued that to 
achieve a balance of meeting learners’ needs with the practicality of a coursebook (or the 
imposition to use one), it may be necessary to re-establish the way we approach it.  
It has been argued that if we are to align what are widely understood to be key factors 
necessary for language acquisition and development to a coursebook written for a global 
commercial market, it may be necessary to approach it flexibly and in a collaborative spirit 
(Tomlinson & Masuhara, 2013).  In order to encourage a principled approach to adaptation and 
supplementation so that materials and tasks can better reflect the needs and interests of learners 
locally, and in sufficient depth, an understanding of and sensitive engagement with local 
constraints and cultural contexts, is considered to be crucial. 
In bringing to the foreground the consideration of concepts such as, choice, flexibility, 
open-endedness, relevance, universality and authenticity in task and material design when 
adapting or supplementing coursebooks to specific learner groups, it is proposed that 
opportunities for the development of the language systems of learners and the motivation to 
further this learning, can be fostered. Key to this development is a focus centred on the learner 
(and learning) through providing an appropriately challenging framework which highlights the 
importance of purpose, personalisation and (reflection on) meaningful language production. 
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Appendix A 
 
Coursebook evaluation grid for New Cutting Edge (NCE) Upper Intermediate contextualised within the group of 
identified learners: 
 
 
Learner group background 
The class was a group of 15-17-year-olds whom I taught for three eight-week terms in a language teaching centre in 
Hanoi, Vietnam. The class was of mixed ability, referring to different strengths, learning styles, etc., but more 
noticeably in terms of fluency output and the ability to express their feelings or opinions over a long turn of speech. 
The majority had been studying in the school for several years and were ‘old hands’ at functioning as learners using a 
coursebook with teachers who often adapted or supplemented it, negotiating topic, task or language focus with them as 
necessary. They were all ‘digital natives’ and motivated by the use of technology in their language learning. While 
open and curious about foreign and western ideas and realities, their exposure was limited to TV programmes, 
blockbuster films and indiscriminate web crawling. 
 
As mentioned, they are very adept, in the main, at chatting in short bursts, (in English) but experienced rather mixed 
results when aiming to express more complex ideas over a longer turn. As many would eventually be preparing for the 
IELTS exam and pursuing studies in the USA or the UK, the kinds of texts, and tasks in this coursebook are often 
limited in preparing for this challenge. 
 
Lesson fit 
This lesson fits with the topic area of feelings and comes at a point after they have responded to reading, and a focus on 
nouns within the general topic of feelings. A variety of noun forms are present in the transcript as are conditional 
language forms, which have been also focused on. This lesson is meant to supplement the Task on NCE Upper-
Intermediate pp. 24-25 as it was felt that they needed a more challenging task, providing exposure to authentic 
language, choice, open ended questions requiring a personal response and opportunities for peer evaluated fluency 
work. 
 
Positive features of the book Negative features of the book 
 Analysis of language features are promoted using 
whole texts.  
 There is a strong focus on collocation and 
language chunking. 
 There are both non-scripted authentic recordings 
as well as the scripted type. 
 Tasks offering collaborative learning 
opportunities are used. 
 Some of the texts are lengthy and challenging. 
 The teacher’s book contains communicative 
extension activities and worksheets promoting 
learner strategies and training. 
 Opportunities to develop self-expression are 
offered (although these tend to be controlled and 
in short bursts). 
 ‘Real life’ language learning opportunities 
dealing with pronunciation and pragmatic issues 
are presented. 
 
 
 
 Texts tend to be culturally bound to western 
views and experiences and lack variety of genre. 
 Tasks are often limited in scope in terms of 
stretching the learner and many underestimate 
their capacities and abilities (Tomlinson, 2003, p. 
163) 
 Celebrities and stereotypical western images and 
faces dominate which may distance many EFL 
learners limiting English to a western cultural 
landscape. 
 Writing opportunities are few and lack both 
variety of genre, choice and authenticity. 
 Learning beyond the classroom is not promoted. 
 There appears to be little offered in the way of 
post task noticing or extension. 
 New technologies to support language learning 
are not integrated. 
 Learning styles of activities show a preference 
for the analytical learner. 
 Approach appears to favour a prescriptive and 
explicit learning focus, i.e. lack of flexibility and 
choice offered in response to the content. 
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Appendix B 
 
Lesson outline for adapted materials 
 
Time: 2 hours 
 Main Aims: Provide opportunity for intensive and extended listening to naturally occurring language in 
context as spoken by a native (US) speaker. 
 Provide practice in brainstorming and prediction as an aid to comprehension. 
 Provide practice in developing fluency and self-expression in extended turns 
 Allow space and time for negotiation of meaning after listening to check comprehension of audio/video 
recording 
 Sub Aims: Provide appropriate (peer) scaffolding by providing opportunity to engage in discussion of 
questions prior to listening and afterwards. 
 Raise awareness of discourse structure as found in authentic speech through self-discovery in small groups. 
 Provide practice in incorporating discourse patterns (see above) in answers to interview type questions to 
increase sophistication and coherence in long turns. 
 Assumptions: Learners will have ideas of their own regarding theme, but may need time and collaborative 
scaffolding to develop them. 
 Learners need practice in both developing fluency in long turns and may benefit from focused noticing of 
discourse patterns in authentic speech. 
 Relevance to future needs: Many of these learners will be preparing for the IELTS speaking exam which 
includes the need to plan and deliver a coherent long turn of speech. 
 Many are at the crucial post-intermediate stage where fossilisation can occur if students are not pushed to 
extend and refine what they already know quite well. Through participating in an interview where they need to 
express themselves confidently and coherently they may be at a higher state of readiness for future interviews 
such as in exams and interview for scholarships and jobs. 
 Resources needed: An IWB or projector and screen, a computer with Internet connectivity. Access to a 
computer at home (or at the school) for the homework. 
 Photocopier to produce class sets of various worksheets. 
 Anticipated problems and solutions: Learners may be either tired or wired when coming into class after a 
long day – to energize and focus students, a (kinaesthetic) question swap will be used to generate energy, ideas 
and to create an active learning atmosphere. Learners might not have a lot of ideas at the tip of their tongues 
concerning the topics – opportunities for collective brainstorming will be given. Native English speaker may be 
difficult to follow due to both complexity of discourse, colloquialisms, rate of speech and accent – learners will 
be given time to discuss questions first before listening to Ian’s answers so they have a chance to initiate 
appropriate schemata, they will be given an opportunity to listen a second time and a transcript will be 
provided. 
 
Timing and lesson 
stage 
Procedure Aims Interaction 
and notes 
Brainstorming 
warmer 
 
5 minutes. 
Board ‘feelings?’ so that when Ss enter they 
start thinking. BS in small groups all nouns 
they can come up with. Elicit and board or 
have Ss come up to write. 
Brainstorm nouns for feelings. 
Activate lexicon for feelings. 
T-SS-S-C-T 
IWB flipchart 
or a PP slide 
Kinaesthetic 
warmer 
 
10 min. 
  
 
Conduct a question swap on the theme of 
feelings. Ss write a question on a slip of 
paper related to: experience, attitude or 
knowledge for one of the nouns. Ss mingle 
and ask/answer questions, swapping 
questions each time. After a while seat Ss 
and elicit a few comments from them. 
Stimulate energy through 
theme activation, kinaesthetic 
movement and personal 
investment – exercise fluency 
and practice follow up 
questions – create an active 
learning atmosphere. 
T-C-S-S-C-T 
 
Bring in blank 
slips of paper 
Pre-listening 
Topic area 
introduction focus 
5 minutes 
Ss work in pairs to discuss prompt questions 
related to pictures on IWB 
Ss feedback to T and class with 
reformulation as necessary. 
Provide for collaborative 
group discussion –speaking 
and thinking practice. 
Monitor, help as needed. 
S-S-C-T 
 
Pre-listening 2 
Prediction work to 
prepare for listening 
Ss silently read questions on IWB as they 
consider their own thoughts and opinions. 
Give out Ss hand-out and introduce the task 
Introduce main task. Provide 
scaffolding for upcoming 
listening skills work. Involve 
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20 minutes 
 
 
 
process. Then in groups of 3-4 they discuss 
each question for about 2 to 3 minutes each 
and take brief notes. 
learner in self-expression 
through open ended questions 
– affording a ‘safe’ small 
group opportunity to develop 
ideas and fluency. 
While listening 
Ss engage with video 
recording 
 
15 minutes 
Ss watch and listen to Ian on an Internet 
Video answering the same 9 questions and 
take brief notes for later 
discussion/comparison in groups. 
Question no. 10 is not used as the topic was 
felt to be possibly inappropriate. 
Provide an opportunity for Ss 
to listen intensively to 
authentic long turns (and 
another point of view) and 
compare their previous ideas. 
Provide video so that Ss can 
access non-verbal cues. 
Class - 
Video/Audio 
Post listening 
Checking 
understanding 
15 minutes 
Ss check understanding through sharing 
notes and look for similarities and 
differences between previous group work 
and speaker. 
Provide time for Ss to check 
understanding through 
discussion, encouraging 
negotiation of meaning. 
S-S 
Post listening 
language focus 
10 min. 
Look together at an example of how the 
answers are divided into; answer to 
questions, example, and evaluation. Ss then 
choose 4 a (at least) to try to analyse in the 
same way using the unmarked transcript. 
Follow up with a brief feedback session with 
Ss checking ideas with the IWB. 
Raising awareness of 
discourse patterns in giving 
personal opinions in answers 
to interview questions – focus 
on language in the transcript 
(unmarked). 
S-S 
 
While listening 2 
 
15 minutes. 
Students listen again to the whole interview 
while following the transcript to notice 
discourse patterns to enhance 
comprehension. They highlight any areas 
they would like to question - a brief 
feedback session.  
To allow Ss to meet with the 
spoken text again, with the 
support of the transcript to 
deepen understanding and 
encourage implicit learning to 
occur. 
S -Video/audio 
Class - T 
 
Post listening 
Fluency practice 
 
15 minutes 
Ss choose a person to work with and then 
chooses at least 6 of the 9 questions to ask. 
Ss interview each other and aim for fluency 
and depth of answer by following the pattern 
previously seen. 
To provide an opportunity for 
fluency work, based on 
choice, personal opinion and 
awareness of cohesive pattern. 
S-S 
Monitor for 
feedback or 
next class 
Peer evaluation 
5 minutes 
 
 
Ss then evaluate each other’s performance 
using the peer-assessment sheet provided. 
Allow for a bit of oral feedback from a 
selection of pairs around the room. 
Allow Ss to further invest in 
their appreciation of language 
use and classroom time. 
Provide opportunity for self-
reflection.  
S-S-C-T. 
Collect for 
close reading 
Homework 
awareness 
 
5 min. 
Hand out Homework and have Ss read 
through it. Check understanding and 
encourage Ss to bring it back to next class as 
a print out. 
Check understanding of 
homework task. 
T-S 
See hand out 
and check 
instructions. 
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Appendix C 
 
Adapted Materials (Student hand-out 1) 
 
HAPPINESS 
 
Warmer 
On the board you will see pictures of things that make some people happy. Think about each picture, and 
what it represents, for a few seconds – then share your feelings with a classmate answering the question 
below: 
 
How happy do these things make you? Why? Do you think it’s the same for everyone? 
 
Pre-listening 
1. We are going to be listening to a young American man talking in depth about what happiness 
means to him. Before we listen, you will have a chance to answer the same questions he did. 
2. On the board you will see the 9 questions that Ian, our ‘happiness expert’ answers. Think silently 
about your feelings and feel free to ask questions about the words or the meaning of the questions. 
3. In pairs or groups of three, discuss each question and jot down a few notes to remember how you 
answered (on the handout). Take 1-2 minutes for each, but no longer. I’ll tell you when the time 
is up. 
 
While listening 
1. As you listen to Ian answer the same questions, take a few notes to remember what he said. I will 
pause after each question to give you enough time. 
 
Post listening 
1. In your pair or group, compare what you understood by having a chat and highlight any 
similarities or differences between what you said and what Ian said. 
 
 
Ian is talking and answering difficult questions in ‘real time’. Let’s examine the different parts of his 
answers. Look at the board and we’ll see how typically, he first answers the questions, gives 
examples to support his answer, and ends with some kind of evaluation.  
 
Look through the transcript and try to find the dividing points for each section, and for each 
question. Work in pairs, or work alone and compare answers at the end. 
 
Check the way you divided up each of Ian’s answers with my ideas on the board. Are there any 
differences? 
* Early finishers – look through the transcript and underline all of the gerunds used as nouns. Look 
at the words around them and see how Ian uses them to express his ideas. 
 
 
2
nd
 listening 
Now listen again and follow along with the transcript. Notice how Ian works through the three parts when 
he answers each questions. Does his intonation give you any clues about how his answer is organized? 
 
Fluency work 
1. Choose another person you want to work with in class. 
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2. Choose at least 6 of the 9 questions that Ian was asked. 
3. Interview each other and try to answer as fluently as possible. If you remember to use the pattern: 
answer – example – evaluation it might help.  
 
The important thing is to speak clearly, (use eye contact effectively), and answer the questions as best you 
can without stopping to think too much. Have Fun! 
 
Adapted materials continued. (Student hand-out 2) 
 
Questions Group thoughts Ian’s (Speaker’s) 
thoughts 
Differences/ 
Similarities 
How do you define 
happiness? 
 
 
 
  
Does examining happiness 
destroy it? 
 
 
 
  
Does everyone have the 
ability to be happy? 
 
 
 
  
Who are the happiest 
people? 
 
 
 
  
Do you believe that the 
average person is happy or 
unhappy? 
 
 
 
  
What part does money play 
in happiness? 
 
 
 
  
What part does family play 
in happiness? 
 
 
 
  
What part does spirituality 
play in happiness? 
 
 
 
  
What part does work play in 
happiness? 
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Appendix D 
 
(peer-assessment hand-out) 
Tales of Happiness 
Peer evaluation 
 
1. Take a few minutes and complete this peer-evaluation sheet. 
2. Answer the questions honestly and fairly – swap papers when you have finished and discuss any 
questions you may have with your partner.  
3. Hand it in to your teacher. 
 
Peer Assessment: (your partner’s name) _____________________________________ 
Use the numbers below to assess your partner’s speaking. 
 
 
1.  (S)he asked appropriate questions, used eye contact and listened carefully to my answers. 
 
 
 1 2 3 4 5 6  
 
2. (S)he answered all of my questions naturally, spoke clearly and was easy to understand. 
  
 
 1 2 3 4 5 6  
 
3. (S)he used the language of self-expression naturally, using appropriate words (and grammar) to 
explain, and clarify if necessary. 
 
                
 1 2 3 4 5 6  
 
4. (S)he was able to use a wide range of vocabulary to talk about his/her experiences and feelings, and to 
paraphrase words or ideas when needed. 
   
 
 1 2 3 4 5 6  
  
5. His/her pronunciation was clear making it easy to understand her/him. His/her intonation was 
appropriate (not too flat) so that his or her opinions were interesting to listen to. 
 
 
 1 2 3 4 5 6  
 
6. (S)he appeared to organize his/her ideas before (S)he started speaking and used appropriate linking 
words to sequence the different parts of his or her answer.  
 
 
 1 2 3 4 5 6  
     
   
  
Thank you and see you next class! 
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Appendix E 
 
Adapted materials (video transcript marked version – the original is the same but unmarked). 
 
1. How do you define happiness? 
 
Answer 
I define happiness, eh, you know, as basically the, eh, fulfilment of needs 
 
Supporting example 
so for instance - once you accomplish a need, or once a need is fulfilled, you’re happy because you don’t 
have that need weighing on you anymore. 
 
Evaluation 
So, it’s the relief of that, it’s the absence of that, you know, it’s the reason that contentment and 
satisfaction are all grouped in the same family as happiness. 
 
2. Does examining happiness destroy it? 
 
Answer 
Well, I think that any sort of examination of something comes from a human curiosity - so it’s our nature 
to examine things. 
 
Supporting example 
I don’t think that by doing so you demean it because you’re defining it, and definitions help us understand 
ourselves, but at the same time I don’t think that you can be quite as happy as while you’re busy being 
happy, you’re thinking - well - why am I happy? 
 
Evaluation 
You know...I think that, ...I don’t think that that will make you as happy - if you’re sitting there 
contemplating it while you are happy. 
 
 
3. Does everyone have the ability to be happy? 
 
Answer 
I think that everyone does have the ability to be happy, um..., unless they have a chemical imbalance of 
some sort, you know, and um, even then...modern science...you know, who knows? 
 
Supporting example 
Yeah, I think it’s possible for everyone to be happy, uh..., it just depends on their situation and essentially 
what they require. 
 
Evaluation 
You know..., for some people it’s obviously going to be a lot harder than others. 
 
4. Who are the happiest people? 
 
Answer 
I think the happiest people are the people with the least amount of stress in their lives. 
 
Supporting example 
you know, ‘cause stress is caused by the feeling of the need to accomplish. You know, if you haven’t done 
anything. I mean the people who are the happiest are people who have satisfied most of their desires. If 
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you have enough money, if you have enough of the opposite sex in your life - whatever it is you desire - if 
you have enough of it, you’re happy, if you don’t have it, you’re not happy because you desire it, you 
require it and so really if, you know, 
 
Evaluation 
the happiest people I always find are the people who have everything that they want. 
 
5. Do you believe that the average person is happy or unhappy? 
 
Answer 
I think the average person is not as happy as he could be - I think the average person could be happier, um. 
 
Supporting example 
that being said, you know, it’s not like happiness is a switch - it’s either on or off - happiness is more , it’s 
just, it’s almost like a sliding scale. Are they kind of happy? Are they really happy? Are they joyful or are 
they, you know, jumping around - laughing and dancing happy? Or are they just, you know, they have 
little pinpoints of happiness throughout their day. 
 
Evaluation 
Um..., I think on average people are not joyful, but at the same time, I don’t think that everyone is 
unhappy. 
 
6. What part does money play in happiness? 
 
Answer 
I think money plays a part in happiness, in the sense that it is something that you need. Money is a need. 
You cannot live without money 
 
Supporting example 
you can! But then you’ll go up to Alaska and die in a van in the wilderness, um..., for example. I think 
that, money, if you’re in society, money plays such a huge part in society that to not have money will 
breed unhappiness. That’s not to say that money is the be all and end all, but it helps, um..., and the um..., 
you know, the old adage that money can’t buy you love - no, 
 
Evaluation 
but having money is certainly gong to make you a lot happier than not having money. 
 
7. What part does family play in happiness? 
 
Answer 
In a traditional sense, it’s a relationship you can’t break. You can’t break up with your family. You can 
legally, uh..., people have done it, you can, you can, disavow your father, you can say, “I don’t have a 
brother anymore” - all of that - but traditionally speaking, you can’t really erase the fact that genetically, 
you come from this family, and that’s who you are. And so, they are always going to be closer to you than 
anybody else, always, in a general sense, so they’re obviously going to have the most effect on you, in 
terms of your emotions. 
 
Supporting example 
When they do something that’s going to cause an emotional state 
 
Evaluation 
They are going to have easier access than anyone else. 
 
8. What part does spirituality play in happiness? 
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Answer 
Spirituality and religion is a difficult thing for me to comment on, largely because I, myself, am not really 
either. Um..., you know, I think of myself as being fairly open minded - I don’t, I don’t disparage against 
anyone’s beliefs, uh..., but at the same time, I really have no use for it and I find myself to be perfectly 
happy not needing it, uh..., 
 
Supporting example 
but there is a certain amount of comfort that one does get from belief in a spirituality or religion. Uh..., 
you know, um, not to demean the perception of reality of any of these things that these people have, like 
the fact that I’m told I can’t eat uncured meat, for example, whatever the particular religion or situation is, 
it is lending a set of guidelines- a set of rules to that believer’s life, um, and the comfort leads to 
happiness in my opinion because you’re being given a system 
 
Evaluation 
you’re being given order. 
 
9. What part does work play in happiness? 
 
Answer 
I think that work is the middle man of happiness. 
 
Supporting example 
Uh..., I think that to achieve money, which is what makes life possible, you know, you can buy food, 
clothing, shelter, etc., I think that you have to work in order to get that, so, people feel the need to work in 
order for them to make themselves happy in the long run, but certainly a lot of people aren’t happy at 
work. People don’t like to work, people don’t enjoy working, although there are people that love what 
they do and those are the lucky ones. I find that the happiest people that I’ve ever met are people who 
don’t feel that they’re working, they’re going to have fun! And they’re paid to have fun. So, it’s 
something that they like to do, something they enjoy doing whether it be working on cars, bar tending, 
acting, working construction, and working in a bank, whatever it is, I know people who love pushing 
around numbers, they’ve been accountants for 20 years, they love it. They wake up everyday, loving to go 
to work, great! That makes them happy, you know, 
 
Evaluation 
work can cause happiness, it can be a happy thing, but I think 90% of the time, people don’t like to work. 
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Appendix F 
Web-work 
This is your home assignment. 
 
How happy are you?  
In order to get an idea of you relative happiness you are going to complete an online survey. 
 
1. Go to www.nationalaccountsofwellbeing.org/explore/profile/view 
 
 
2. Look at Discover Your Profile and click on Start the Survey. 
 
 
3. Read the text under Measure Your Own Well-Being, and click on Begin the Survey. 
 
 
4. You will be asked to read and answer (honestly) a series of questions that will help measure your 
‘well-being’ or ‘happiness’.  
 
 
5. Answer all of the questions and then click on continue. 
 
 
6. Follow the instructions on the webpage, and when you have completed all of the questions you 
will be able to see a web-grid which will reflect your ‘happiness’ as measured by your answers to 
the questions. 
 
 
7. You can compare your results in different ways (by country, age, etc) by choosing criteria from 
the drop boxes on the right hand side of the page. 
 
 
8. Please print out the page showing your results and bring it to class for discussion. 
 
Happy web surfing! 
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Appendix G 
 
Original task from: New Cutting Edge Upper-Intermediate (Cunningham & Moore, 2005, pp. 24-25).  
 
 
 
 
  
